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Abstract
This thesis ,examines the relationship between adoles-
cents' self-concepts, hierarchical statuses, school grouping
patterns and tracking. The study compares differences between
measures of self-concept for adolescents of different hierar-
chical statuses as well as how schools' grouping patterns and
track placement affects the students.
The t-tests analysis indicate that there were only 2
statistically significant differenc~s among the ten measures
of students' self-concepts when comparing their gender, race,
language spoken, family income level and school grouping
practices.
However, in the regressions predicting measures of self-
concept, while controlling for hierarchicai statuses in both
homogeneously and heterogeneously grouped schools, several
statistically significant differences were found.
This study provides some support for the argument that
the combination of hierarchical statuses, school grouping
patterns and tracking may have adverse affects on the develop-
ment of adolescent students' self-concepts.
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Introduction
The self-concept is a complicated, intricate and multi-
faceted part of an individual's personality (Rosenberg, 1985)
and the task of defining oneself in adolescence may be very
difficult because there are many influences on identity
formation during this period of transition (Carter and Hall,
1993; Mac Iver and Epstein, 1993). A factor that can affect
the development of self-concept during adolescence is social
status. Status plays an important part iIi how we define
ourselves and the way groups fune-tion by defining who and what
we are in relation to specific others (Macionis, 1993; Baron
& Byrnes, 1994). Statuses which place people in various
levels of American social stratification are statuses which I
will refer to as hierarchical statuses in this study. The four
hierarchical statuses referred to in this study are gender,
race, language spoken, and family income level. Persons of
privileged gender, ethnicity or economic status have far more
opportunity to succeed because they have access to more
resources and opportunities to obtain higher achieved
statuses, and develop more positive self-concepts than does
someone without such advantages (Macionis, 1993).
It is likely that perceived marginal, subordinate or
minority status in hierarchical social statuses can have
potential adverse affects on the development of adolescents'
self - concepts. The relationship between status and self-
concept development in adolescents is important to examine
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because how individuals see themselves shapes their orienta-
tions to themselves and others while indirectly guiding them
through the many pathways of life.
Because adolescence is a critical time in the development
of self-concept and adolescents spend so much of that time in
school, the organization of schooling also can be a critical
.factor in shaping self - concept. Schooling plays a fundamental
part in guiding development, while simultaneously perpetuating
social inequality by linking the extent and type of education
that children receive to their gender and social class.
School and classroom relationships serve to tailor the self-
concepts, aspirations, and social class identifications of
individuals to the requirements of the social division of
labor (Bowles and Gintis, 1976), thus reinforcing and reflect-
ing the influences of social status through tracking.
Tracking systems structure schools in many of the same
class-race-sex divisions as the larger society (Feagin &
Feagin, 1990) and, as some have suggested, may have a clear
and strong impact on students' self - concepts. Researchers
have found that young people who spend years in higher tracks
see themselves as bright and able, whereas those in lower
tracks develop lower ambitions and self-esteem (Bowles &
Gintis, 1976; Oakes, 1985). Therefore, the links between
track placement and self-concept may further reinforce the
relationship between hierarchical status and self-concept.
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In this study, adolescents' self-concepts are examined
focusing on differences between individuals of distinct
privileged and less privileged hierarchical statuses
gender, language spoken, ethnicity, socio-economic status and
different placement within school grouping practices. This
thesis will examine the relationship between hierarchical
statuses and school grouping practices with various aspects of
students' self-concepts. This thesis assumes that social
interactions are shaped by hierarchical statuses in general as
well as hierarchical grouping practices in school. The key
argument is that hierarchical statuses are inevitable social
structures and act as agents which not only segregate adoles-
cent students socially, but also divide them psychologically
in terms of self-concept development, and that school grouping
practices may exacerbate or reinforce these linkages between
social structures and self-concept.
With these issues in mind, five questions are examined:
Does gender affect self-concept during adolescence?
Is self - concept influenced by differences in the language
spoken by students?
Is race and ethnicity related to self-concept?
Does adolescents' family income level affect their self-
concepts?
** What is the relationship between hierarchical statuses
and school grouping patterns, and how do they combine to
affect adolescents' self-concepts?
4
Literature Review
Society's influence on self-concept.
Self-concept is an intricate, complicated and multifacet-
ed structure which has also been described as the most
constant feature in the individual's experience and the most
important basis for human action (Rosenberg, 1985). While the
self-concept is identified as of great importance in the study
of personality, Rosenberg (1985) admits that researchers are
only beginning to understand what self-concept includes and
how to measure it. Whereas not much is known by researchers,
it is commonly accepted that we acquire our self-identity, or
self-concept, primarily through our social interactions (Baron
& Byrne, 1994).
This thesis assumes that social interactions are shaped
by hierarchical statuses in general as well as hierarchical
grouping practices in school. Therefore, the prime objective
of this research is to study the effects of social structures,
both hierarchical statuses and school grouping practices, in
shaping adolescents' self-concepts. Most of society'S
arrangements and demographics are ordered and stratified
according to long-existing cultural, religious, economic and
political influences. Society's inherent and almost inevita-
ble prejudices and expectations are found in every sphere of
adolescent life, which affects the development of their self-
concept.
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Social psychological explanations of self-concept.
The attempt to better comprehend self-concept has driven
many psychological and philosophical debates. Sociologist,
George Herbert Mead, argued that self-concept arises in social
experience and our personalities are derived from the social
groupings in which we live. He wrote:
"The self is something which has a development;
it is not initially there, at birth, but arises in
the process of social experience and activity ....
The individual experiences himself as such, not
directly, but only indirectly, from the particular
standpoints of other individual members of the same
social group, or from the generalized standpoint of
the social group as a whole to which he be-
longs .... He enters his own experience as a self or
individual. .. only by taking the attitudes of other
individuals toward himself within a social environ-
ment or context of experience and behavior in which
both he and they are involved (Seeing Ourselves,
199 0, pg. 75).
He continues to clarify that individuals' self-concepts
result from their inclusion in groups:
A person is a personality because he belongs to a
community, because he takes over the institutions
of the community into his own conduct. He takes
its language as a medium by which he gets his
personality, and t~en through a process of t~king
the different roles that all the others furnish he
comes to get the attitude of the members of the
community. Such, in a sense, is the structure of a
man's personality .... One has to be a member of a
community to be a self (ibid, pg. 79).
By knowing that self-concept and personal identity are
influenced by social context, it is important to examine
whether social status does in fact affect individuals, since
status is acquired through social context.
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Mead also supports this notion in his renowned classic
essay The Self. He resolves:
... The self reaches its full development by
organizing these individual attitudes of others
into the organized social or group attitudes, and
by thus becoming an individual reflection of the
general systematic pattern of social or group
behavior in which it and the others are all in-
volved a pattern which enters as a whole into the
individual's experience in terms of these organized
attitudes which ... he takes toward himself, just as
he takes on the individual attitudes of others
(ibid, pg. 79).
Peter Berger, author of The Sacred Canopy, supports the
notion that social status and society influence individual
development. Berger states that although people create
society, its institutions and the roles which they play within
these institutions, they nevertheless can become subject to
their own creation. Through three processes he calls exter-
nali.zation, objectivation, and internalization, Berger asserts
that man and society continuously engage in a dialectic
process. He explains:
Society is a dialectic phenomenon in that it
is a human product, and nothing but a human prod-
uct, that yet continuously acts back upon its
producer .... Once produced, the tool has a being of
its own that cannot be readily changed by those who
employ it. Indeed, the tool may even enforce the
logic of its, being upon its users, sometimes in a
way that may not be particularly agreeable to
them... Institutions, roles, and identities exist as
objectively real phenomena in the social world,
though they and this world are at the same time
nothing but human productions ... Society assigns to
the individual not only a set of roles but a desig-
nated identity .... It is possible to sum up the
dialectic formation of identity by saying that the
individual becomes that which he is addressed as by
others (Berger, (1967), chapter 1).
7
Each of these theoretical perspectives discuss the
development of the self, yet the self has not been fully ~­
defined.
Effects of marginal and minority status on self-concept.
Researchers have declared for years that through social
comparison, people draw conclusions about themselves by
comparing themselves with others (Festinger, 1954). People
also draw conclusions about what they are like through the
process of self-attribution, where they observe their overt
behavior and its outcomes and associate it with the circum-
stances under which it occurred (Rosenberg 1985). Thus, the
classic theory of Mead (1934), which assumes that individuals
develop a self by seeing themselves through the eyes of
others, supports the importance of further research in the
area of adolescent self-concept development.
Many times being accepted by others and assimilating into
a larger social group can be a difficult process of transi-
tion. Inner struggles may leave an individual torn between
two value systems (Schaefer, 1990). When this inner conflict
arises, individuals find themselves situated in what Robert E.
Parks coined marginality. Marginality, described by Parks,
results when an individual:
living and sharing intimately in the cultural life
and traditions of two distinct peoples, never quite
willing to break, even if he were permitted to do
so, with his past and his traditions, and not quite
accepted, because of racial prejudice, in the new
society in which he now seeks to find a place
(Schaefer, 1990, pg. 4).
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Perceived marginality or subordinate s~atus has been
argued to have adverse affects. Holding subordinate social
status can foster feelings of marginality. Sociologist, Howard
Becker, explained why certain people in society are viewed as
different or less worthy than others in what he coined the
"Labeling Theory". This theory assumes stereotypes and
prejudices play a major role in the formation of social
status hierarchies. Differences in race, ethnicity, and
gender are not the only social statuses which labeling applies
to. Labeling can be applied to almost any observable differ-
ence between objects and people. Once labeled, individuals
/
and groups are subject to stereotypes, prejudices, and acts of
discrimination.
Professor Robert Rosenwein, from Lehigh University,
asserts that prejudice and discrimination are often present in
social relationships between groups with privileged status and
groups with subordinate status (lecture notes). He states,
"Discrimination arises from the identification of some diff-
erence between groups. Once these differences are observed,
(dominant) in-groups and (subordinate) out-groups usually
develop. History has shown that one group, usually the
dominant in-group, seizes privileges for itself while alienat-
ing members of the out-group (lecture notes, 2/94)."
Out-groups are customarily labelled "minorities".
Identifying minorities should be easy, but minority status is
not merely a matter of being outnumbered. Richard T. Schae-
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fer, defines a minority group as a subordinate group whose
members have significantly less control or power over their
lives than members with dominant or majority group status
(Schaefer, 1990, pg. 4)." Schaefer also states that minori-
ties have the following characteristics: "distinguishing
physical or cultural traits, involuntary membership, awareness
of subordination and unequal treatment (ibid).
Becker's labeling approach emphasizes that negative
consequences result when people in power apply stereotypes,
expectations and prejudgments to individuals or groups with
subordinate status. This stigmatization has also been
observed by William I. Thomas, an American sociologist.
Thomas contends that the "definition of the situation" or
situational context can shape an individual's personality. In
other words, observers not only respond to the obj ective
features of the person (or situation), but also the meaning
which they themse~ves have for them. Rosenwein also argues
that "individuals or groups with powerful in-group status
often create& conditions which maintain and support the
existing stereotypes and prejudices against others with
minority or out-group status, thus perpetuating a "self-
fulfilling prophecy" (Rosenthal and Jacobson, 1968), in which
both in-group and out-group members maintain the perception of
subordinate status. The dangerous feature of this practice is
that we, as observers, can create false images or stereotypes
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/that become real in their consequences, thus hindering the
healthy development of other people's self-concept.
Why study self-concept development during adolescence?
The effects of social position on self-concept during
adolescence are particularly important to study. Mac Iver and
Epstein (1993) and Carter and Hall (1993), have identified
adolescence as a key period of transition during psychological
development. Most researchers disagree about whether or not
adolescence is inherently stressful; researchers who believe
adolescence is stressful do not agree about the cause(s) of
the stress (Carter & Hall, 1993). Conflict is inevitable
during any period of transition, but the degree of strain
during the teen-age years varies according to the individual's
ability to successfully adopt their new roles and statuses
(Carter & Hall, 1993). James E. Rosenbaum (1985) contends
that individual factors are not the only influences on
adolescent development, but social factors also play a key
role during these years:
Sociologist note two reasons to think that social
factors also influence these (adolescent) problems.
First, these problems are not common to all indi-
viduals in this life stage, but are more frequent
among adolescents from lower social backgrounds,
inferior schools, or lower tracks. Second, these
problems differ across societies, and many adoles-
cent problems that are common in the U. S. are
absent or rare in other nations. Thus, rather than
being inevitable aspects of this life stage, ado-
lescent problems may be determined by social influ-
ences (pg. 301).
Ease of identity achievement is in part a function of the
societal context because society will set limits on options
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available to the individual based on culturally held prejudic-
es (e. g . race, sex social class) (Carter & Hall, 1993).
Nevertheless, during this transition to adulthood every
adolescent is forced to carry out the tasks of developing a
coherent self - conG.ept and feeling of the continuity of self in
different social situations and social groupings.
Social structure and self-concept in adolescence.
Carter & Hall explain that during adolescence 11 the choice
of friends is one of the maj or factors in the search for
identity. Friends are critical in the determination of one's
life-style and values and provide emotional support during a
time of social transition (1993)."
Charles Horton Co~ley (1909), supports the importance of
social groups in his classic essay, Primary Groups. Cooley
reports that self-concept may be affected because primary
groups reflect and reinforce hierarchical social statuses by
acting as socializing agents:
Primary groups are primary in the sense that
they give the individual his earliest and complet-
est experience of social unity, and also in the
sense that they do not change in the same degree as
more elaborate relations, but form a comparatively
permanent source out of which the latter are ever
springing. Of course they are not independent of
the larger society, but to some extent reflects its
spirit (Seeing Ourselves, (1990), pg. 121).
The family is the first primary group people belong to,
following the family another set of primary groups are formed
in the schooling context. Schooling introduces children to
new people and new experiences (Macionis, 1993).
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While
formally teaching knowledge and skill, the hidden curriculum
teaches important cultural values (Macionis, 1993). During the
school years, students spend a great deal of time in school or
performing school- related tasks. Thus, schools and classrooms
influence a child's values, self-esteem, achievement orienta-
tion and learning (Carter & Hall, 1993). In school, children
learn to interact with others who may have social backgrounds
different from their own. As adolescents consider the social
diversity they confront in school, they become more self-
conscious of their own social identities and respond to others
accordingly (Macionis 1993).
Oakes, Gamoran and Page (1992) cite John Dewey to argue
that the double purpose of educational institutions and
educational curriculum, as tools for shaping individual
students, making assimilation into society easier:
The school curriculum represents choices made
to ensure a culture's continuation: School knowl-
edge is that which older generations accumulate,
deem worthy, and make accessible to younger genera-
tions .... The school's task (is) of establishing an
interaction between the knowledge of the child and
the knowledge of the human race. The curriculum
combines a common core or knowledge, which a soci-
ety enjoins all youth to learn, with the differen-
tiated knowledge that prompts the intellectual
engagement of diverse individuals (pg. 570).
Oakes, Gamoran and Page (1992), however argue that
schooling also reinforces existing patterns of social strati-
fication by segregating students and limiting their opportuni-
ties and access to higher social status by dividing knowledge
D.
and rationing it to different groups of students through
tracking:
When educators differentiate the curriculum,
they make different knowledge available to differ-
ent groups of students. They organize school
systems so that students who appear to vary in
their educational needs and abilities can be taught
separately, either in specialized schools or in the
same school in distinct programs, classes, or
instructional groups within classrooms. Within
schools, these organizational arrangements are
known variously as ability grouping, tracking, and
streaming, and they often are thought to be synon-
ymous wi,th curriculum differentiation (pg. 570).
Many schools claim that they do not track students, but
it is the rare school that has no mechanism for sorting
students into groups that appear homogeneous to make instruc-
tion easier (Oakes, 1985).
The effects of school tracking on self-concept.
The relationship between individual students' self-
concept, locus of control, self-efficacy, self-esteem and
tracking is not clear (Kulik, 1992). Most of the latest
research that examines the effects of tracking on students,
has focused more on the impact tracking has on achievement and
their potential opportunities rather than on students' self-
concepts (Spade 1994; Oakes, Gamoran, and Page 1992; Kulik
1992; Slavin 1990; Gamoran and Berends 1987). There has not
been much research that incorporates the psychological micro-
level processes and the macro-level societal arrangements and
procedures (Spade, 1994; Oakes, Gamoran, and Page 1992).
In 1967, Dyson wrote, "In a survey of the professional
literature only one study dealing with the effects of grouping
14
,..
on the self-image was found (pg. 403)." His examination of
abil i ty grouping and sel f - concept reported, "regardless of the
total grouping procedure used, high achievers reported
significantly more positive academic self-concepts (. 01) ,
while low achievers were significantly less positive (.01).
No other significant differences were found. It was concluded
that grouping procedures do not effect either facet of the
self-concept, but success in school significantly influences
,
the academic self - concept regardless of the grouping procedure
used (pg. 403)." Wiatrowski, Hansell, Massey and Wilson
(1987) evaluated the relationship between academic track
placement and self-esteem, they found no significant correla-
tions between track location and low self -esteem. Other
studies however, reach dif~erent conclusions. Vanfossen,
Jones, and Spade (1987) reported that students' self-concept
was influenced by the grouping patterns within schools.
Some researchers have argued that when students are
grouped according to academic ability, students from racial
and ethnic minorities, and students from lower social classes
are more likely to be placed in lower ability tracks. This
practice further limits the access of those who hold lower
hierarchical statuses to a more challenging curriculum and
better future opportunities, thus reproducing the class
hierarchy and reinforcing the existing prej udice and discrimi-
natory attitudes, values and beliefs in our society (Spade,
1993; Oakes, Page and Gamoran, 1992). Spade and White cite
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Epstein as pointing out that liability grouping thus may have
the effect of resegregating schools that have been desegregat-
ed by law (pg. 6)."
A host of researchers have argued that the demographics
of schools reflect macro-level social arrangements and
striations of the community and school may affect the interac-
tion of teachers with students and also students interaction
among themselves (Spade, Columba, and Vanfossen, 1993; Garet
and Delany, 1988; Schwartz, 1981). The communication and
patterns of interaction between educators and students shapes
students' achievement and potential opportunities. Patterns
of communication and interaction between teachers and students
seem to follow the same general model of social interaction
between privileged and less privileged parties, meaning that
people of perceived privileged statuses tend to interact with
individuals of equal or more privileged statuses differently
than with others possessing subordinate status. These
prejudices can result from stereotypes and social expectations
and can cause people to perceive themselves to have marginal
or subordinate status.
Statuses have real consequences for how students interact
in the classroom. Researchers find that teachers respond
differently, as well as employ various presentation techniques
when instructing students of different ability levels (Page
1992, Oakes 1985, Keddie 1971) ..The negative impact which
grouping has on students has been more clearly observed in low
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ability tracks. Students located in low ability tracks often
experience stigmatization from teachers and peers (Schwartz
1981). Through repeated exposure to such adverse conditions,
students begin to internalize others' NEGATIVE expectations of
them and begin to develop poor self-concepts and lack confi-
dence in their ability as learners (Vanfossen, Jones and
Spade, 1987).
While researchers have not found conclusive evidence of
the effects of tracking on students' self- concepts, classroom
organization patterns have been shown to affect students'
classroom behavior. Schwartz's ethnographic study examined
the relationship between tracking and peer group interactions
patterns and found that context affects students' classroom
behaviors. Pro-educational behavior emerged in some class-
rooms while anti-educational behavior in others, due to the
type of ability grouping patterns within the classroom (1981) .
Compared to higher track students, lower tracked students:
* are perceived to be less popular;
* generate lower expectations from teachers;
* receive more behavioral rather academic instruc-
tion;
* are less satisfied with classroom situations;
* are more group oriented;
* are less likely to participate in instruction-
related discussions; and
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* are viewed as disruptive forces within the class-
room (Scwhartz, 1981; Oakes, 1985; page, 1991).
Yet, with this wealth of knowledge we know little of the
combined effects of hierarchical status and school tracking
practices on adolescent self-concepts. Tracking occurs in
American education regardless of students' statuses. Such
strict adherence to educational policies without the consider-
ation of individual differences can cause inner conflict and
damage to some students (Page 1991; Braddock and McPartland
1990; Oakes 1985). Thus, the goal of this study is to shed
further light on the affects of distinct, hierarchical social
statuses and tracking on the development of self-concept in
adolescents. Because the self is an abstract conception, many
measures have been developed to assess self-concept. In this
study, self-concept will be assessed through ten different
measures which will be discussed in the next section.
Research Design and Methodology
The data for this quantitative report were gathered from
middle school students who attend two mid- size schools located
in an urban school district in Pennsylvania. There are
approximately 14,000 students in the district from a diverse
range of socioeconomic strata, as well as various ethnic
groups. The student body composition of the district is 57%
Caucasian, 27% Hispanic, 10% African-American, 5% Asian, and
2% Native American or Alaskan American.
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Both schools are relatively comparable in size, contain-
ing close to 700 students each - 600 of whom are located in
the sixth, seventh and eighth grades. The pupils come from
neighborhoods ranging from federally-funded housing projects
to suburban-like developments.
The diversity of their respective families' socioeconomic
status is reflected in the fact that approximately one-half of
the students receive free or reduced school lunches. Seventy-
five percent of the respondents for this study claim English
as their native language, 19% Spanish and 6% claim languages
other than English and Spanish. Most of the pupils in the
study were between the ages of 11 and 16, the majority being
14.
Data were obtained from a 13 -page questionnaire completed
by all 6th, 7th and 8th grade students in both schools (1,108
respondents) .
Measures
Student's Self-Assessment
As stated in the literature review, the self has been
discussed in theory, but the idea of "self - concept" has
multiple interpretations and many dimensions. For this
examination ten measures of self-concept will be utilized:
positive self-concept, negative self-concept, social percep-
tion, self -efficacy, satisfaction, negative coping skills,
positive coping skills, degree of anger, degree of depression
and locus of control. The measures replicate items used by Dr.
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Thomas D. Cook of Northwestern University and also the
National Center for Education Statistics (NELS:88) survey. A
brief description of each concept follows.
Positive and Negative Self-concept
I used seven questions in the self-concept measures, four
for positive self-concept and three for negative self-concept.
The four items measuring positive self-concept are: "I feel
good about myself"; "I am a person of worth, the equal of
other people"; "I am able to do things as well as most other
people"; and "On the whole, I am satisfied with myself." The
three questions which measure negative self-concept are: "I
certainly feel useless at times"; "At times I think I am no
good at all"; and "I feel I do not have much to be proud of. "
These questions were taken from the NELS:88 survey which had
an Alpha coefficient of .79 for all of the items. The Alpha
coefficient for this study also was .79.
Social perception
The questions for identity were measured by asking the
respondents how they felt their peers in their classes viewed
them. They were asked to tell how others judged them according
to their popularity, athletic ability, and whether or not they
were a good student, smart, important, or a trouble-maker.
There was no Alpha coefficient available from the NELS: 88
data; for this study, the Alpha coefficient was .63.
Self-Efficacy
20
The measures of self-efficacy replicated thqse used in
Cook's research. The students responded to several questions
assessing how well they were able to: IIwork in groups,1I 1I1ive
up to what teachers expected from them, II IIparticipate in class
discussions, II II remember information presented in class and
textbooks, II II finish homework assignments by deadlines," 1I1earn
reading, writing and math skills," and "get teachers to help
them when they get stuck on school work." Cook conducted
several studies and obtained Alphas ranging from .78 to .81.
The Alpha for this research was .81.
Satisfaction
The measure of satisfaction also replicated Cook.
Students responded to how happy they were with: "their ability
to bounce back when things go wrong," IItheir ability to get
things done, II "their lif~ now," "their relationship with their
parents,1I IIhow popular they were,1I IItheir closest friends,1I
and II the kind of person they are. II Cook's Alpha coeff icients
ranged from .82 to .85. The Alpha for this study was .80.
Negative Coping Skills
To find out how students utilized negative coping
strategies, the following questions were grouped with others
measuring positive coping skills. The students were asked how
often they do the following when they do not do well on
schoolwork: IItry to forget it," IIknow there is nothing they
can do about it, II IItell themselves it didn't matter," and
"tell themselves that it was because of their bad luck. II For
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the negative coping skills Cook's Alpha coefficients from .58
to .62. In this investigation, the Alpha coefficient was .63.
Positive Coping Skills
The measures of positive coping skills also replicated
Cook. The students were asked how often they do the follow-
ing when they don't do well on school work: "try to figure out
what they did wrong so it won't happen again," "tell them-
selves they'll do better next time," and "ask the teacher for
help. " In this analysis, the Alpha coefficient was .60
Cook's Alpha coefficients ranged from .60 to .69.
Degree of Anger
Students anger was measured by asking how often they
felt: "so angry that they couldn't control their anger," "so
upset they felt they wanted to hit or hurt someone," "so angry
that they felt they wanted to smash or break something," and
"felt really mad at other people." The Alpha coefficient for
this study was .85; Cook's Alphas ranged from .82 to .85.
Degree of Depression
To measure how depressed the students were, they were
asked to tell how often they felt "hopeless about the future, Ii
"very sad because they felt left out of things," "really
unhappy because it seemed like nobody wanted them as a
friend," and how "worthless" they felt. Cook's Alphas ranged
from .78 to .84, this study had an Alpha of .84.
Locus of Control
22
The locus of control measures were also replicated from
the NELS:88 survey. The respondents answered the following
six questions: "Chance and luck are very important for what
happens in my life," "When I make plans I am almost certain I
can make them work," "My plans hardly ever work out, so
planning only makes me unhappy," "Every time I try to get
ahead, something or somebody stops me," "In my life, good luck
is more important than hard work for success," and "I don't
have enough control over the direction my life is taking."
The NELS:88 survey had an Alpha coefficient of .68. T~e Alpha
coefficient in this study was .69.
Predicted Track Level
Predicted track level was measured using students' fifth
grade reading scores on the Metropolitan Achievement Test and
their fifth grade reading levels. Using these two variables,
the actual track placement of 72% of the sixth, seventh, and
eighth graders in the homogeneously grouped school was
predicted correctly. The same formula was then applied to
students in the heterogeneously grouped school, creating
pseudo-groups. The pseudo-groups reflect the students'
predicted track level placement if they had attended the
homogeneously grouped school. The computation of predicted
track level allows me to compare students at both schools.
~ Hierarchical Status and Self-concept
A series of t-tests were performed to assess the spe-
cific influence of four hierarchical statuses on the ten
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measures of self-concept described above. Under normal
circumstances the significance level for t-test analysis
would be .05, but because multiple measures of self-concept
were used in this analysis, the significance level for this
study was adjusted to less than or equal to .005. While
only two statistically significant relationships were found,
the findings of other relationships, though not statisti-
cally significant, are at .000 or less and are discussed
herein (see Table 1).
Ciender
Does gender affect measures of self-concept during adoles-
cence?
Based upon a series of t~test analysis, gender is
related to three measures of self-concept in this study:
self-efficacy, negative coping skills and locus of control.
Males had lower self-efficacy scores than females (t (1053)=
-3.89, P = .000). Adolescent male students in this study
see themselves as less able to work in groups; live up to
teachers' expectations; participate in class discussions;
remember information presented in classes and textbooks;
finish homework assignments by the deadlines; learn reading,
writing and math skills; and get assistance from teachers
when they are stuck on their schoolwork.
Female adolescents had higher scores for negative
coping skills in this study (t (1,017) = -3.01, P = .003).
This finding supports my hypothesis that there are likely to
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be differences in the manner in which male and female ado-
lescents cope when they do not do well on schoolwork. The
females in this study were less likely than male students to
employ such self-monitoring strategies as: trying to forget
poor school work performances, convince themselves it was a
matter of bad luck, tell themselves that it didn't matter or
tell themselves that there was nothing they could do about
it.
Male adolescents had lower locus of control scores than
the female students (t (952)= -4.45, p= .000). The differ-
ence in the means for male (18.38) and female (19.59) ado-
lescents indicates that gender does influence adolescent
students' expectation for reinforcement, particularly re-
garding who or what determines their behavior-reward contin-
gency. The results for this measure are evidence that
adolescent females have more of an internal locus of control
orientation, while the male students have external locus of
control. That is, male adolescents are more apt to feel
that fate or luck is more in control of their destinies than
they are, but female adolescents feel that they are more
capable of controlling the outcome of events in their lives.
Language Spoken
Are measures of self-concept influenced by language differ-
ences between adolescent students?
Language differences are related to measures of adoles-
cent students' self-concept. The results in Table 1 show
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that differences do exist in four measures of self-concept:
negative self-concept, social perception, self-efficacy and
locus of control. Of these four measures of self-concept,
the differences between English-speaking and non-English-
speaking students was statistically significant only for
social perception.
English-speaking adolescents had higher scores for
negative self-concept than the non-English speaking students
(t (129) = 3.17, P = .002). Adolescent students who speak
English feel better about themselves, the equal of other
people, and able to do things as well as most other people.
Non-English-speaking adolescent students had statisti-
cally significant higher scores on measures of social per-
ception (t (110) = -2.77, P = .007) indicating that they
have a lower sense of self when considering how other stu-
dents see them, whether as popular, athletic, a good stu-
dent, smart, important or a trouble-maker.
English-speaking adolescents have higher self-efficacy
scores than adolescents who speak other languages (t (139)
4.43, P = .000). Non-English-speaking students feel as
though they are not as able as English-speaking students to
live up to teachers' expectations; participate in class
discussion; finish homework assignments by deadlines; learn
math, reading and writing skills; and get teachers' assis-
tance when they get stuck on schoolwork.
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English-speaking adolescents have more of an internal
locus of control orientation in comparison to non-English
speaking students (t (967) = 4.59, P = .000). The differ-
ences found between the means of English-speaking adoles-
cents (X = 19.21) and non-English-speaking students (X =
17.10) indicate that these two groups differ in their expec-
tancy regarding who or what determines the fate of events in
which they take part. Non-english-speaking students were
more likely to feel: that they don't have enough control
over the direction their life is taking; good luck is more
important than hard work for success; every time they try to
get ahead, something or someone stops them; their plans very
seldom work out; and that chance and luck are very important
for what happens in their life.
Race
Race is related to three measures of self-concept:
self-efficacy, the degree of anger expressed by adolescents
and their locus of control. As summarized on Table 1,
adolescents of Hispanic, African-American, Asian, or Native
American descent have lower self-efficacy scores than Cauca-
sian students (t (860) = 5.77, P = .000). Adolescents
typically classified as minorities reported lower scores
when asked about their ability to work in groups; live up to
teachers' expectations for them; participate in class dis-
cussions; remember information presented in classes and
textbooks; finish homework by the deadlines; learn reading,
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writing and math skills and get teachers to help them when
they are stuck on their schoolwork.
Students classified as minorities also expressed more
anger than Caucasian students (t (997) = 5.73, P = .000).
This study found that minority students were more likelx
than Caucasian stud2nts to feel so angry that they couldn't
control their anger, so upset that they wanted to hit or
hurt someone, so angry they wanted to smash or break some-
thing, and felt really mad at other people (white X = 13.6,
non-white X = 12.0, t (997) = 5.73, (p) .000).
Family Income Level
The income level of students' parents or guardians also
is related to measures of self-concept. The income level of
the adolescent students in this study is reflected in the
lunch program they qualify for. Students qualify for free or
reduced lunch if they are from homes with low family income.
Differences were found in five measures of self concept when
comparing students who receive free or reduced lunch those
who do not: self-efficacy, negative coping skills, expressed
anger, the degree of expressed depression of the students,
and their locus of control.
The results of the t-test for self-efficacy illustrate
that students not on free or reduced lunch have higher self-
efficacy scores (t (1053) = -6.20, P = .000), indicating
that students from lower income homes feel as though they
are not as able as students from higher income homes to live
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up to teachers' expectations; participate in class discus-
sion; finish homework assignments by deadlines; learn math,
reading and writing skills; and get teachers' assistance
when they get stuck on schoolwork.
Students on free or reduced lunch employ more negative
coping skills than students not on free or reduced lunch
(t (1017) = -4.64, P = .000). Students from higher income
families had higher scores for negative coping skills. The
higher scores for negative coping skills in this study
supports my hypothesis that there are likely to be differ-
ences in the manner in which adolescents of different income
levels cope when they do not do well on schoolwork. The
adolescents from higher income families in this study were
less likely than students from lower income levels to employ
such self-monitoring strategies as: trying to forget poor
school work performances, convince themselves it was a
matter of bad luck, tell themselves that it didn't matter,
or tell themselves that there was nothing they could do
about it.
Adolescents from lower income families on free or
reduced lunch expressed more anger than students of higher
income level on paid lunch (t (888) = -3.55, P = .000) and
they also expressed more depression (t (1016) = -5.47, P
=.000). These finding indicate that adolescent students from
lower income families were more likely to feel so angry that
they couldn't control their anger, so upset that they wanted
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to hit or hurt someone, so angry they wanted to smash or
break something and simply felt really mad at other people.
Students from lower income families were also more apt to
feel hopeless about the future, worthless, very sad because
they felt left out of things and really unhappy because it
seemed like nobody wanted them as a friend.
The analysis of locus of control indicate that students
from higher income families have more of an internal locus
of control than students on free or reduced lunch (t (980)=
-4.47, P = .000).
i ,In conclus~on, an analysis of Table 1 provides some
support for the argument that these four hierarchical sta-
tuses are related to the self-concept of adolescents, howev-
er, the only statistically significant relationship found
was when comparing English-speaking and non-English-speaking
adolescents on social perception.
School Tracking Patterns and Self-Concept
The t-tests indicate that school grouping patterns are
statistically significant when assessing differences between
students who were homogeneously grouped as compared to those
heterogeneously grouped for positive coping skills in this
study (t (1026) = -2.71, P = .007). Heterogeneously grouped
students had higher scores indicating that, when they don't
do well on schoolwork, they were less likely than homoge-
neously grouped students to ask the teacher for help with
the material, tell themselves they would do better next
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time, and try to figure out what they did wrong so it would
not happen again.
Although most t-test results were not statistically
significant, heterogeneously grouped adolescents had higher
scores on negative coping skill measures (t (1026) = -2.71,
P =.001), indicating that they were less likely than homoge-
neously grouped students to try to forget poor school-work
peLformances, convince themselves that it was a matter of
bad luck, tell themselves that it didn't matter, or tell
themselves that there was nothing they could do about it.
The Combined Effects of
School Grouping Patterns and Hierarchical StatlJ,S
Table 2
Because people can hold more than one status at a time
and because I believe that the four hierarchical statuses
used in this study are related, correlations were run to
assess the relationships between the four hierarchical
statuses in the study to each other and with predicted track
level. Table 2 represents the correlations between the four
hierarchical statuses and school grouping patterns in this
study. Gender was not significantly correlated to any of
the other hierarchical statuses or to grouping patterns used
in this study.
The language adolescent students speak is significantly
correlated to three other hierarchical statuses in this
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study: race, lunch program, and predicted track level.
There is a moderate negative correlation between the lan-
guage an adolescent speaks and their race (-.29) , meaning
that the non-English speaking adolescents in this study are
also likely to be of Hispanic, Asian, African-American or
Native American ethnicity. A weak negative correlation
(-.17) exists between the language the students speak and
whether or not they are on free or reduced lunch programs.
The negative correlation tells that the lower the students'
family income the more likely they or to be from non-English
speaking households. The last significant correlation
between language spoken and predicted track level is also a
weak negative one (-.17), indicating that non-English speak-
ing students would be more apt to be placed in lower pre-
dicted track level than students who speak English.
Race also is strongly correlated with the parents'
income level of these students as measured by whether they
are on free or reduced lunch (.49). Students on free or
reduced lunch are more likely to be Hispanic, Asian, Afri-
can-American, and Native American while students of white or
European descent are likely to be from households with
higher incomes. Predicted track level and race also are
correlated (.35), indicating that by knowing the race of the
students it is likely that white students' predicted track
levels would be the higher tracks while students of Hispan-
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ic, Asian, African-American and Native American descent are
predicted to be placed in lower tracks.
Because I find strong correlations between race, lan-
guage spoken, parent or guardians' income level, and the
predicted track level of the adolescents, regressions were
run to control for effects of other related measures of
hierarchical status to isolate the effects of the hierar-
chical statuses and school grouping patterns on students'
self-concepts. To further study the effects of hierarchical
statuses and school grouping practices, two seperate sets of
regressions were run to assess differences in predicting
measures of self-concept within homogeneously or heteroge-
neously grouped schools.
Table 3
In the regression predicting positive self-concept for
students in the homogeneously grouped school, predicted
track level is the only statistically significant predictor
(Multiple r = .15, ns). Predicted track level has a weak,
inverse relationship with positive self-concept (Beta = -
.12, P = .05), when controlling for the other four hierar-
chical statuses. That is, those students we would predict
to be placed in lower level classes are slightly more likely
to have higher self-concepts in the homogeneously grouped
school.
When predicting positive self-concept for adolescents
in the heterogeneously grouped school (Multiple r = .24, P =
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.007), gender is the only hierarchical status that is a
statistically significant predictor (Beta = .21, P .001),
indicating that we would predict mal~adolescents to have
more positive self-concepts than females in the heteroge-
neously grouped school.
Table 4
In the regressions predicting negative self-concept for
adolescents, hierarchical statuses were not statistically
significant for homogeneously grouped students (Multiple r
.14, ns). However, for the homogeneously grouped school a
statistically significant relationship did exist between
predicted track level and negative self-concept (Beta = .13,
P = .03). In essence, this means the best predictor of
whether or not a student in the homogeneously grouped school
will have feelings of worthlessness or uselessness would be
their respective track levels. Students in higher tracks
hold more positive self-concepts and students in lower track
levels, lower self-concepts.
In the regressions predicting negative self-concept in
heterogeneously grouped adolescents, hierarchical statuses
were not statistically significant (Multiple r = .16, ns)
and there were no statistically significant predictors of
negative self-concept for heterogeneously grouped adoles-
cents.
Table 5
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Hierarchical statuses were statistically significant in
the regressions predicting the social perceptions of homoge-
neously grouped students (Multiple R = .21, (p) = .01). For
homogeneously grouped students the language spoken by the
student (Beta = .13, (p) .02) and the adolescents' pre-
dicted track level (Beta -.12, p = .04) were significant
predictors of social perception, indicating that non-Eng-
lish-speaking adolescents and lower-track students are more
likely to perceive themselves as less popular, less athle-
tic, a poorer student, not as smart, less important, or not
a trouble maker.
When predicting social perception for heterogeneously
grouped adolescents a moderately strong statistically sig-
nificant relationship was found with hierarchical statuses
(Multiple r = .22, P = .03) . The predicted track level of
students (Beta = -.18, P = .006) and their race (Beta = .15,
P = .03) were the best predictors of social perception for
heterogeneously grouped adolescent students. That is,
students in higher predicted tracks and white adolescents
were more likely to believe that their peers to view them as
popular, athletic, a good student, smart, important or not a
trouble maker.
Table 6
When predicting self-efficacy and its relation to
hierarchical statuses both regressions for homogeneously and
heterogeneously grouped students were statistically signifi-
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cant (homogeneously grouped Multiple R = .30, P = .000;
heterogeneously grouped Multiple R = .28, P = .001).
The best predictors of self-efficacy in both school
arrangements is gender (homogeneously grouped Beta .11, p
= .04; heterogeneously grouped Beta = .15, P = .01): The
language spoken by adolescent students also was a signifi-
cant predictor in the homogeneously grouped school (Beta =
- .17, P = .002). Meaning that females were more likeiy to
feel better about themselves than males in both schools and
English-speaking students were more apt to feel better about
themselves than non-English-speaking students.
Table 7
In the regressions predicting satisfaction for homoge-
neously and heterogeneously grouped students, both regres-
sions were not statistically significant and neither the
hierarchical statuses nor the predicted track level of
students were statistically significant in predicting satis-
faction (homogeneous grouped Multiple r = 12, ns; heteroge-
neously grouped. Multiple r = 12, ns).
Table 8
When predicting negative coping skills gender (homoge-
neously grouped: Beta =.15, p = .006; heterogeneously
grouped: Beta = .11 , P = .05) and the students' predicted
track levels (homogeneously grouped Beta: = .12, P = .05;
heterogeneously grouped: Beta = .15, P = .01) were the best
predictors. Females and students in higher predicted track
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levels were less likely to try to forget the fact that did
not do well on schoolwork, tell themselves that there is
nothing they can do about poor performance, reason with
themselves that poor performance doesn't mat~er, or tell
themselves that it was because of their bad luck (homoge-
neously grouped Multiple r = .24, P = .001; heterogeneously
grouped Multiple r = .24, P = .001).
Table 9
When predicting how often students employed positive
coping skills in the homogeneously grouped school, hierar-
chical statuses were not statistically significant (Multiple
r = 14, ns). There were no statistically significant pre-
dictors for positive coping skills for students who were
homogeneously grouped.
In the regression predicting positive coping skills
for heterogeneously grouped students, predicted track level
is the only statistically significant predictor (Beta =.14,
p = .03). In this study, when students in lower predicted
track levels do not do well on schoolwork they are less
likely to ask the teacher for assistance, tell themselves
they'll do better next time or try to figure out what went
wrong so it will not happen again (Beta = .14, P = .03).
Table 10
When predicting expressed anger in homogeneously
grouped schools, hierarchical statuses were significant in
this regressions (Multiple r = .21, P = .01). The hierar-
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chical statuses that best predict expressed anger are the
students' race (Beta = .15, P = .02) and the language that
they speak (Beta = .11, P = .05). While controlling for
the other four hierarchical statuses in homogeneously
grouped students, white adolescents and English-speaking
were more apt to feel so angry that they couldn't control
their anger, so upset they felt they wanted to hit or hurt
someone, so angry that they felt they wanted to smash or
break something or simply feel really mad at other people.
The regression predicting expressed anger in heteroge-
neously grouped students and the relationship between hier-
archical statuses is moderately strong (Multiple r = .28, P
= .001). The only significant predictor of expressed anger
was the lunch program the students were on (Beta = .16, P
.02), indicating that students from lower income families
are more apt to feel so angry that they couldn't control
their anger; so upset they felt they wanted to hit or hurt
someone; so angry that they felt they wanted to smash or
break something or when they felt really mad at other peo-
pIe.
Table 11
Table 11 shows that when predicting the level of de-
pression for adolescents in the homogeneously grouped
school, hierarchical statuses are not statistically signifi-
cant (Multiple r = .17, ns). The only significant predictor
for measuring student's degree of expressed depression in
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homogeneously grouped students is their predicted track
level (Beta = .12, P =.05), indicating that students pre-
dicted to be in lower track levels often feel more hopeless
about the future, worthless, left out of things, and unhappy
because it seems like nobody wants them as friends.
When predicting the degree of expressed depression for
heterogeneously grouped students hierarchical statuses and
predicted track level were not statistically significant
(Multiple r = .16, ns) nor are there any statistically
significant predictors.
Table 12
When predicting locus of control, hierarchical statuses
were statistically significant in both homogeneously and
heterogeneously grouped schools. The regression predicting
locus of control in homogeneously grouped schools produced a
moderately strong relationship (Multiple r = .27, P = .000).
Predicted track level' (Beta = .23, P = .000), race (Beta =
.15, P = .01), and lunch program or parents' income (Beta =
-.13, P = .04) are the best predictors of locus of control
for homogeneously grouped adolescents.
In essence, for homogeneously grouped students, minori-
ty students, adolescents in lower predicted tracks and
students with parents or guardians' income level with lower
incomes felt that luck or something or someone other than
themselves control their fates.
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In heterogeneously grouped students there was a moder-
ately strong relationship when predicting locus of control
(Multiple r = .38, P = .000). The best predictors of locus
of control for heterogeneously grouped students were gender
(Beta= .24, p = .000) and predicted track level (Beta = .19,
P = .002).
Among heterogeneously grouped students, females, and
those adolescents in lower predicted track levels feel that
luck or something or someone other than themselves controls
their fate.
Discussion
Does hierarchical statuses affect adolescents' self-con-
cepts?
In this study, when comparing students, most hierarchi-
cal statuses were not influential in shaping adolescents'
self-concepts, as suggested at the beginning of this study.
However, evidence of the effects of hierarchical statuses
and school grouping patterns in this study did find one
statistically significant difference among the four hierar-
chical statuses when assessing differences among the ten
measures of adolescents' self-concepts. This difference was
found between English-speaking students and non-English
speaking students in relation to how they thought their
peers viewed them.
There are two possible reasons for why so little was
found in the t-test analysis in this study. The first
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reason is because of the multiple number of t-tests in the
study. Secondly, because the hierarchical statuses are
correlated, the individual hierarchical statuses may rein-
force each other to create a stronger effect. The correla-
tions in Table 2 show that, except for gender, there are
relationships between hierarchical statuses with each other
as well as with school grouping patterns.
Does tracking in middle schools affect students' self-con-
cepts?
After finding so little in terms of t-tests results,
the regressions for this study show that school grouping
patterns do have an effect on different measures of middle
school students' self-concepts as proposed. Two levels of
grouping's effect on adolescent self-concept are analyzed in
this study: first, grouping students homogeneously or he-
terogeneously in schools, and second, the effects different
ability groups have on status within the homogeneously and
heterogeneously grouped schools. The t-tests results indi-
cated that only one statistically significant difference was
present, when assessing the effects of hierarchical statuses
and school grouping patterns. This relationship was the
difference in which homogeneously and heterogeneously
grouped students employ positive coping skills.
Separate regressions were run for students within
heterogeneously and homogeneously grouped schools predicting
measures of self-concept for adolescents using the four
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hierarchical statuses and students' predicted track level.
Many reportable influences were found.
Gender
Gender has a greater effect on measures of self-concept
among students who were heterogeneously grouped in this
study. For students both heterogeneously and homogeneously
grouped, gender was a significant predictor of students'
self-efficacy and negative coping skills. But, in the
heterogeneously grouped school, gender also affected stud-
ents' positive self-concept and their locus of control.
In the heterogeneously grouped school, males have lower
self-concepts than females. In this analysis heterogeneous-
ly grouped males felt inferior, somewhat worthless at times,
and powerless over the course their lives were taking. It
is likely that when students are heterogeneously grouped,
adolescent males feel lost in the shuffle, at the mercy of
fate and less positive about themselves because females in
the class may be doing better on their schoolwork or are
physically more mature, they may feel things are out of
their control because in heterogenous grouping the differ-
ences in students' ability level within the classroom may
seem confusing to the young males. Confusion is seldom
pleasant and when it reigns most events seem in its control.
The reason this may not occur in the homogeneously
grouped school is the uniformity of academic level provides
a sort of comfort zone for the males, whereas in the hetero-
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geneously grouped classroom there are so more ability levels
for social comparison that unstable male adolescents may
feel even more insecure. There are two possible reasons for
this finding. First, the measures of self-efficacy may not
be valid. Secondly, I have to consider if the results were
from the early maturation rates of adolescent females and
their compliance in the school setting. While these are only
co~jectures, they are issues which need to be further stud-
ied.
Language Spoken
A vivid illustration of the link between status and
self-concept in this study is the effect of language spoken
on students' identities. Differences in the language ado-
lescents speak was significant on three measures of self-
concept but only in the homogeneously grouped school.
The language a homogeneously grouped adolescent student
speaks is a significant predictor of how the student per-
ceives others to view them according to their popularity,
,
athletic abllity, ability as a student, smartness, impor-
tance, or whether they are a trouble-maker. Language dif-
ferences are also a significant predictor of whether a
student will view themselves as able to work in social
settings in school, remember information, and master basic
skills which are necessary to function in the schooling
environment. In this study, language differences is a
significant predictor of is students' expressed anger di-
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rected at others and to the social situation they find
themselves in.
These finding suggest a logical sequence of influence.
In homogeneous classrooms the students are supposed to be
uniform in academic ability but as suggested, language dif-
ferences can cause feelings of marginality or subordination.
If we think about what it would be like to speak a language
other than English in a schooling environment where English
is the language of that culture, it is very understandable
to see why non-English speaking students experience dif-
ferent feelings about working in English speaking groups.
My research suggests that in such an environment, there
is undoubtedly be some degree of miscommunication and diffi-
culty communicating for non-English speaking adolescents,
either through conveying their own thoughts to those around
them or fully comprehending the thoughts of others.
Another logical yet regretful step following complica-
tions which arise from language differences in these find-
ings are the differences found in self-efficacy. Logically,
in this harmful cycle differences in language have an effect
on non-English-speaking adolescents living up to teachers'
expectations, ability to participate in social school as-
signments like working in groups, and class discussions.
Non-English-speaking students also have trouble remembering
information presented in classes or textbooks, finishing
homework assignments by deadlines, learning reading, writing
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and math skills, and getting teachers' assistance when they
get stuck on their schoolwork.
Without a doubt these are the basic elements to func-
tioning successfully and mastering the learning process in
the schooling environment. If students feel that they can
not work in groups, finish assignments on time, learn basic
skills or get teachers to assist them when they need help on
work something is drastically wrong.
When non-English speaking adolescent students are in
social settings, like the schooling environment, where
nearly everyone around them are speaking English and the
textbooks are in English, it is very likely that they would
feel useless, no good at times, or feel that they have
nothing to be proud of at that time (measures of negative
self-concept). The fact of the matter is: very few people
delight in feeling out of place when they possess a distin-
guishing characteristic or trait which is not appreciated by
the majority of the people in the same social setting.
Language spoken has an obvious distinguishing influence on
all of these factors and can without a doubt cause feeling
of frustration and anger.
Those of us who do speak the same language sometimes
barely communicate successfully with one another even though
we comprehend the words each other expresses. Under condi-
tions where miscommunication occurs, confusion results.
Under confusing circumstances, almost anyone would question
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their self-worth. When non-English speaking adolescents
~
know what they are trying to communicate to others but
others do not understand their message, yet can comprehend
everyone else in the classroom, non-English-speaking stu-
dents feel frustrated, angry and sometimes worthless.
Race
Among adolescent students in the homogeneously grouped
school, race was a significant predictor of students' anger
and locus of control and for heterogeneously grouped stu-
dents race was a significant predictor of their social
perception in this study. The relationship between hetero-
geneously grouped students' race and their social perception
is understandable. Once again as suggested in the litera-
ture review, social context and lower positions on the
status hierarchy influences individuals' social perception.
What appears to be happening in the classrooms with students
of various academic levels, minority students are developing
feelings of marginality and feeling the painful affects of
stereotyping and prejudice.
In the homogeneously grouped school, however, the
relationship between students' race and their degree of
expressed anger and locus of control is not what was expect-
ed. White students in the homogeneously grouped school feel
more anger. These students may be angry about being grouped
with minority students, and feel less in control of their
destinies because they find themselves surrounded by other
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students that they believe are less intelligent, poorer, and
possibly less deserving to be in the same learning environ-
ment as themselves.
Family's Income Level
As in the case of students' race, the income level of
the parents of homogeneously grouped adolescents was. influ-
ential in shaping their locus of control and their degree of
anger, in this study. Again as with race, it appears, that,
in the heterogeneously grouped school students from higher
income families are more likely to feel angry about being
grouped with lower- income students. The logical explana-
tion for the homogeneously grouped students is that the
poorer students probably feel like luck or some powerful
force other than themselves has more control of their desti-
nies and they are more at the mercy of fate because they
find themselves in an undesirable social situation.
School Grouping Patterns
Students have different ability levels, and as shown in
Table 2 for this study, ability levels are related to lan-
guage spoken, race and family income level. I have studied
the effects of these differences, which in the homogeneously
grouped school results in assigning students to classes with
different curriculums and teaching methods. As proposed
school grouping affected three of the same measures of self-
concept in both schools: social perception, negative coping
skills and locus of control. However, in the homogeneously
47
school predicted track level had a slightly greater effect
by also predicting students' positive self-concept, negative
self-concept and expressed depression. The regressions
predicting positive self-concept indicated that students
predicted to be in lower-track classrooms in the homoge-
neously grouped school are slightly more likely to have
higher self-concepts than students predicted to be in lower-
track classes in the heterogeneously grouped school. Con-
trary to what I expected, it seems that by knowing their
placement in a schools' structure homogeneously grouped
students have more positive self-concepts indicating that
social hierarchies may be good for students.
Another vivid illustration of the effects of hierarchi-
cal arrangements on adolescents' self-concept is the influ-
ence of on negative self-concept and expressed depression.
For students in the heterogeneously grouped school positive
coping skills were affected by predicted track level. Stu-
dents in lower ability groups in the homogeneously school
viewed themselves more negatively, and were more likely to
express depression. The reality of knowing that they are
located in classrooms characterizing them as IInot as smart"
as other students in the school appears to foster more
feelings of marginality and subordination than the effects
of ability level for students heterogeneously grouped in
this study. Again as suggested at the onset of this exami-
nation, by knowing their location in a hierarchically ar-
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ranged social setting, the students who find themselves
located lower in the schools' hierarchical structure appear
to feel less good about themselves and this is also related
to depression. Just the opposite seems to occur in the
higher ability groups. Students in the heterogeneously
grouped school probably do not experience these feelings of
marginality and subordination because besides grades, there
are not any clear-cut standards, and the societal hierarchi-
cal divisions are not as visible, thus other than grades,
which are not always made public in classrooms, there does
not appear to be any reference point for students to per-
ceive themselves to be lower or higher than in classrooms
which are academically heterogeneously grouped.
Conclusion
Adolescence is a wonderful and challenging time of
life. It is during these years that self-concept and person-
al identity are most vulnerable. Teenagers experience many
new feelings and changes through the ages of thirteen to
seventeen - mentally, physically and socially.
According to Scroufe and Cooper (1988), teen-agers must
resolve four critical task during these crucial years:
• Stabilize a perpetually evolving identity, by
gaining a new understanding of the self as being
cohesive, integrated, continuous and unique;
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• achieve a new level of closeness and trust with
peers (many times with peers of the sam~ sex be-
fore moving on to intimate cross-gender relation-
ships;
• acquire new social status in the family and
community; and
• move toward a more autonomous stance toward the
larger world, including anticipating future roles,
making career choices, and committing themselves
to certain values.
During these years, most adolescents find themselves at
a myriad of crossroads. The emerging inner sense of self
produces inner turmoil, disruption and many other problems.
One of these problems is inner conflict. Conflict is inevi-
table during any period of transition, but the degree of
strain during the teen-age years varies according to the
individual's ability to successfully adopt their new roles
and statuses. The teenager must strive to complete the
rugged progression from childhood and dependence on their
parents to a new state of "autonomy"
The process of establishing new social boundaries
within the family and society are important steps in becom-
ing an independent agent for individuals of all ages, but
probably more so for the growing teen. As this inner strug-
gle wages within the mind and body of a teenager, their
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personal and social identities are tossed to and fro like
small canoes at sea, sometimes mercilessly battered by
raging waves, other times placidly making progress towards
peaceful shores. Nevertheless, during this transition to
adulthood every adolescent is forced to carry out the tasks
of developing a coherent self-identity and feeling the
continuity of self.
As shown in this study, social stratification by gen-
der, race, ethnicity, economic level, and school track
placement may affect adolescent students' lives by shaping
the feelings the students have about themselves. Differenc-
es in students' gender, race, ethnicity, socio-economic
status, and other socially stratified patterns appear to
have some adverse effects on adolescents' self-concepts.
The mental tension which results because of perceived
marginality or minority status in groups has been measured
in this study. I find that, outward characteristics of
American stratification such as an adolescent students'
gender, race, ethnicity, language spoken, SES, and even the
type of classes taken in school influence the students'
responses on measures of self-concept. Because differences
show up in self-concept before controlling for school group-
ing practices, detracking may not be the only answer to this
complex problem. Re-evaluation of our society'S beliefs,
attitudes and values may need to be considered.
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We are all human, and teachers and textbook authors
hold certain preconceived ideas and prejudices like everyone
else in society. Preconceived ideas are not necessarily the
\ .
problem, but when the standards for these ideas begin to be
imposed on students unjustly, then problems begin. Order
and uniformity are every educator's dream when teaching a
group of restless adolescents, but this pleasure is not
always possible. When one, two or any number of students
different from the majority are found, it is easy to expect
these unique individuals to conform to the general trend.
Unfortunately, this is unfair and as shown in this study,
can produce different feeling in measures of self-concept
for those unique students.
Indeed feeling out of place and not being able to
communicate with those around you can be quite disturbing.
It is not surprising that not speak{ng the language of those
around you in a social setting would certainly make an
adolescent feel that events or circumstances may be out of
their control or that their destiny is at the mercy of the
teacher, as the scores for locus of control show. The fact
is, most students probably feel at the mercy of their teach-
ers anyway.
Schools and classrooms serve as settings which either
facilitate resolvement or agitation of adolescent's internal
battles. It is within the schooling context that students'
self-concept are strengthened, maintained or destroyed
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through tracking, while their future social roles are being
defined.
Another argument supported by this study is that soci-
ety shapes individuals' self-concept, and people see exactly
,.
what they look for in others. The differences in the ado-
lescents self-efficacy, negative coping skills, negative
self-concept, degrees of expressed anger and depression, and
their locus of control exemplify the fact that adolescent
students may experience cognitive dissonance and adverse
affects during the development of their self-concept because
they become victims of labelling and internalize these
labels, perpetuating a "self-fulfilling prophesy."
The impact of hierarchical social statuses and ability-
based hierarchical placement is unquestionable. When inci-
dences occur which shake the self-concept of the young and
unstable foundation which adolescents identity is being
built upon their self-confidence and self-concept is weak-
ened. Many times, the validation or refutation of self
images is sought more from their peers than their parents
during adolescence (Scroufe and Cooper, 1988). This is a
frightening thought if we stop to think about the manner in
which children and adolescents express their feelings.
The limitation of this study is the fact that is was
only a one shot study in search of more empirical evidence
to shed light on a important issue. More research and a
longer study time would strengthen the examination to actu-
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ally see how these students' self-conc~pts develop and
change over time.
The strengths of this study lie in the fact that by
studying society's influence on the individual, I was able
to illustrate that we can discern general social patterns in
the behavior of particular individuals and can see that
things are not what they seem. The ongoing success of
patterns of stratification and domination are the result of
the meticulous organization of the non-obvious.
If we eliminated our familiar and habitual pattern of
thinking that human behavior is simply a matter of what
individuals decide to do, in favor of the initially strange
notion that SOCIETY INFLUENCES INDIVIDUALS' LIVES AND BEHAVIOR, we
may soon come to the realization that what we think shapes
our experiences, and our society influences what we think.
In conclusion, I wish the readers of this study would
leave with these things in mind: Human potential is limited
or broadened by the ideas that our minds hold and our minds
possibilities are limited by the conceptions it in-
ternalizes. To have a conception of being a subordinate
person without a rightful place among the upper strata of
the social hierarchy invites subordinate placement and low
achievement. Persistently haunted by images of inferiority
and worthlessness, minorities and persons holding subordi-
nate statuses grow into these roles and perpetuate society's
stratification patterns.
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Language molds our world by shaping the ideas we come
.
.to believe and think. I once read that "thoughts are things,
and words are crystallized thoughts which have immeasurable
power." People are what they think. But more importantly,
we also are far more than what we consciously think. We be-
come, as Berger argued, through internalization the myriad
of conflicting patterns of feelings, habits and reactions
that we have built up through our social experiences. By
internalizing hierarchical labels, which include ones which
signify the negative as compared to the positive, the subor-
dinate as compared to the superior, and the beautiful as
compared to the ugly, we create mental abstract forms of
bondage which are real in their consequences, fostering
inadequate social development and self-negation as shown in
this study.
This mental slavery feeds on the individual students'
psychology and invades their entire existence, destroying
their loyalty to themselves as shown in high negative self-
perceptions scores and low self-efficacy scores. Through
such practices students establish allegiance to the same
destructive forces which labels them and destroys their
self-concept. The influences in our society which permit
the illusion of freedom, liberation, and self-determination,
while tenaciously holding the peoples' minds in subjugation
are constantly at work. The danger of this reality is that
once the mind's set is fixed, our behavior follows, and
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depending on the content of our ideas, we become exactly
what we conceive and believe.
My purpose in approaching this research in this manner
was that a sociological perspective can enhance the aware-
ness of citizens and their own individual experiences,
within the placement of the course of events, which make up
history and perpetuate the future of society.
There are a few advantages to employing a sociological
perspective: it challenges our familiar understanding of the
world, by helping to separate fact from fiction, enabling a
person to begi~ to appr~te the opportunities and con-
straints that make up the framework of their life; it also
encourages more active participation in society; and it
makes us aware of the diversity of social behavior in the
United States and in the world as a whole (Macionis, pg.27).
It was interesting to actually measure the affects of
particular macrolevel social arrangements and the structural
organization of a principle socializing institutions on a
microlevel unit like an individual adolescent student.
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Table 1
Results from t-tests Comparing Hierarchical Status Groups on Measures of Self-concept
Control Variables Pos. self concept Neg. self coocept Soc. Perception Self efficacy Satisfaction Neg. Coping Pas. Coping Anger Depres- Locus of
Skills Skills sian control
Gender (pi .038 (pi .310 (p) .662 (p).ooo (p) .548 (p) .003 (p)A89 (p) .068 (p).281 (p).ooo
Male X 822 10.01 12.31 27.07 19.08 13.74 8.55 12.65 15.30 18.38
Female X 861 9.80 12.25 28.46 19.29 14.40 8.43 1314 1314 19.60
t -value
-2.08 1.02 44 -3.89 -.60 -3.01 .69 -1.83 -1.08 -4.45
Dgrs of Free 19971 (9931 1969) (1053) (1010) (1017) (1026) (1016) (1016) (952)
Lan~ (pl,28B (pi .002 (p) .007 (p) .000 (p) .712 (p) .014 (p) .038 (pi .102 (p).015 (p).ooo
English X 8.37 9.97 12,17 28.21 19.21 14.24 8.53 13.03 15.26 19.21Other X 8.67 9.09 12.98 25.30 19.00 13.31 7.93 12.27 14.17 17.10
t- vaule
-1,07 3.17
-1:77 ~ 4.43 36 2.46 2.08 1.64 2.44 4.59Dgrs. of Free (124) (129) (110) (139) (971) (982) C (991) (985) (985) (%7)
Race (pi 561 (p) .085 (p) .339 Ip) .000 (p) .244 (p) .040 (p) .011 (p).ooo (p).016 (p).ooo
(J\ II White X0 8.36 ]0.06 12.20 28.78 19.02 14.33 864 13.6 15.43 19.68
Non-White X 8.47 9.7 12.35 26.61 19.45 13.86 - 8.19 12.0 14.78 18.04
I-value - 58 1.73
-.% 5.77 -l.17 2.06 2.56 5.73 2.40 5.99
Dgrs. of Free. (%6) (967) (790) (860) (963) (975) (983) (997) (813) (957)
Lunch Pro!!:ram (pl ,123 (p) .011 (p) .072 Ip) .000 (p) .048 (p).ooo (p) .460 (p).ooo (p).ooo (P).OOO
Free/Reduce X 8.59 9.60 12.44 26.54 19.58 13.49 8.41 12.05 14.61 18.29
Paid Lunch X 8.30 10.12 12.16 28.76 18.88 14.52 8.54 13.54 15.55 19.51
t-value 1.54 -2.56 1.80
-6.20 1.98
-4.64 -.74 -5.47
-3.55 -4.47Dgrs. of Free. (997) (993) (1001) (1053) (1010) (1017) (1026) (1016) (888) (980)
School Grouping Pattern (p) .026 (p) .159 (p) 147 (p) .016 (p) .052 (p) .001 (p).146 (p).630 (p).BOO(p) .007
Homogeneously Grouped X 8.20 10.05 12.16 28.23 18.82 13.71 12.70 15.21 18.96Heterogeneous ly Grouped X 8.62 9.TI 12.38 27.37 19.51 14.41 8.248.70 13.09 15.09 19.03
I-value -2.23 1.41
-1.45 2.40
-1.95
-2.71
-1.45 .48
-.25Dgrs. of Free. (997) (964) (1001) (1053) (1010) (1026) -2.71 '"(1026) (1016) (1016) (947)
Table 2
Correlation Coefficients for Measures of Hierarchical Status
~ Gender Language Race Lunch Predicted
Spoken Program Track
Level
Gender 1. 000(1382)
Language .01 1. 000
Spoken (1015) (1034)
Race .03 -.29 ** 1. 000
(1006) (1015) (1025)
Lunch .02 -.17 ** .49 ** 1. 000
Program (1382) (1015) (1006) (1385)
Predicted .05 -.17 ** .35 ** .42 ** 1. 000
Track Level (911) (712) (709) (911) (911)
** P < .001
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Table 3
Regressions Predicting positive Self Concept for Heteroge-
neously and Homogeneously Grouped Schools Using Hierarchical
Status
, ........
Homogeneously Grouped v)0 .L. ..._School i.2..:.. ••••••••..............
Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender .340 .06 1. 293
** .21 **
Race -.094 -.03 .411 .13
Language .241 .05 .361 .05
Spoken
Lunch Pro- .203 .04 -.480 -.07
gram
Predicted -.480
*
-.12
*
-.180 -.04
Track Lev-
el
Constant 8.50 5.91
MUltiple r .15 .24
**
* P < .05 ** P < .01
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Table 4
Regressions Predicting Negative Self Concept for Heteroge-
neously and Homogeneously Grouped Schools Using Hierarchical
Status
Homogeneously Grouped Heterogeneously Grouped
School School
"
Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender -.270 -.04 .170 .03
Race .054 .02 -.235 -.08
Language -.20,0 -.04 -.130 -.02
Spoken
Lunch Pro- -.340 -.05 .820 .12
gram
Predicted .614 * .13 * .488 .10
Track Lev-
el
Constant 9.50 7.80
Multiple r .14 .17
* P < .05
** P < .01
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Table 5
Regressions Predicting Social Perception for Heterogeneously
and Homogeneously Grouped Schools Using Hierarchical Status
Homogeneously Grouped Heterogeneously Grouped
School School
.. Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender .121 .03 .228 .05
Race .167 .07 .352 * .152 *
Language .560 * .13 * .300 .06
Spoken
Lunch Pro- -.307 -.07 .200 .04
gram
Predicted -.415 * -.12 * -.600 ** -.18 **
Track Lev-
el
Constant 12.26 11. 55
Multiple r .21
** .22 *
* p < .05
** P < .01
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Table 6
Regressions Predicting Self Efficacy for Heterogeneously and
Homogeneously Grouped Schools Using Hierarchical Status
Homogeneously Grouped Heterogeneously Grouped
, School School
Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender 1.15 * .11 * 1. 70 ** .15 **
Race .22 .04 .400 .07
Language -1. 65 ** -.17 ** -.810 -.06
Spoken
Lunch Pro- .830 .08 1. 004 .08
gram
Predicted .846 .11 .950 .11
Track Lev-
el
Constant 24.64 20.52
Multiple r .30 ** .28 **
* P < .05
** P < .01
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Table 7
Regressions Predicting Satisfaction for Heterogeneously and
Homogeneously Grouped Schools Using Hierarchical Status
Homogeneously Grouped Heterogeneously Grouped
School School
Unstandard- Standard Unstandard'- Standard-
ized B ized B ized'B ized B
Gender .152 .01 1.011 .09
Race -.151 -.03 .177 .03
Language .873 .09 -.70 -.05
Spoken
Lunch Pro- -.310 -.03 -.961 -.07
gram
Predicted .095 .01 .102 .01
Track Lev-
el
Constant 18.35 19.08
Multiple r .12 .12
* P < .05
** P < .01
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Table 8
Regressions Predicting Negative Coping Skills for Heteroge-
neously and Homogeneously Grouped Schools Using Hierarchical
Status
Homogeneously Grouped Heterogeneously Grouped
School School
Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender 1.046 ** .15 ** .831 * .11 *
Race .260 .07 .060 .06
Language .380 .06 -.528 -.06
Spoken
Lunch Pro- .063 .01 .660 .08
gram
Predicted .792 ** .152 ** .660 * .12 *
Track Lev-
el
Constant 8.92 10.54
Multiple r .24 ** .24 **
* P < .05
** P < .01
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Table 9
Regressions Predicting Positive Coping Skills for Heteroge-
neously and Homogeneously Grouped Schools Using Hierarchical
1 Status
Homogeneously Grouped Heterogeneously Grouped
School School
Unstandard- Standard Unstandard- Standard-
ized'B ized B ized B ized B
Gender .008 .00 -.210 -.04
Race .156 .06 .166 .06
Language -.253 -.05 -.040 -.01
Spoken
Lunch Pro- -.600 -.11 -.290 -.05
gram
Predicted .435 .11 .550 * .14 *Track Lev-
el
Constant 7.93 7.66
Multiple r .14 .15
* P < .05
** P < .01
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Table 10
Regressions Predicting Expressed Anger for Heterogeneously and
Homogeneously Grouped Schools Using Hierarchical Status
Homogeneously Grouped Heterogeneously Grouped
School School
Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender -.101 -.01 .510 .06
Race .666 * .15 * .440 .10
Language .854 * .11 * -.400 -.04
Spoken
Lunch Pro- .040 .00 1. 46 * .16 *
gram
Predicted .652 .10 .462 .07
Track Lev-
el
Constant 8.28 7.80
Multiple r .21 ** .28 **
* P < .05
** P < .01
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Table 11
Regressions Predicting Expressed Depression for Heteroge-
neously and Homogeneously Grouped Schools Using Hierarchical
Status
Homogeneously Grouped Heterogeneously Grouped
School School
Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender -.420 -.05 -.500 -.06
Race .321 .08 .010 .00
Language -.183 -.03 -.36 -.04
Spoken
Lunch Pro- -.186 -.02 .48 .05
gram
Predicted .711 * .12 * .760 .12
Track Lev-
el
Constant 13.65 13.60
Multiple r .17 .16
* P < .05
** P < .01
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Table 12
Regressions Predictin~Locus of Control for Heterogeneously
and Homogeneously Grouped Schools Using Hierarchical Status
Homogeneously Grouped Heterogeneously Grouped
School School
Unstandard- Standard Unstandard- Standard-
ized B ized B ized B ized B
Gender .375 .04 2.03 ** .24 **
Race .663 ** .15 ** -.027 -.01
Language .173 .02 -.985 -.10
Spoken
Lunch Pro- -1. 08 * - .13 * .936 .10
gram
Predicted 1.406 ** .23 ** 1.19 ** .19 **
Track Lev-
el
Constant 14.170 12.53
Multiple r .27 ** .38 **
* P < .05
** P < .01
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Table 13
Summary of Measures of Self-concept Influenced by Hierarchical Status
in Heterogeneously and Homogeneously Grouped Schools
,
Hierarchical Statuses Measures of Self-concept Homogeneously Grouped Heterogeneously Grouped
and Predicted Track Level influenced School , School
Yes No Yes No
Gender Pos. Self-concept
-
+
Self-efficacy + +
Neg. Coping Skills + +
-
Locus of Control +
Language Spoken Social Perception +
-
Self-efficacy +
-
Anger +
Race Social Perception +
-
Anger +
-
Locus of Control +
.
Lunch Program Anger
-
+
Locus of Control +
-
Predicted Track Level Neg. Self-concept +
-
Social Perception + +
Neg. Coping skills + +
Pos. Coping Skills
-
+
Depression +
-
Locus of Control + +
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x. Brief Biography
Tommy Lee Clark Jr., son of Tommy and Betty Clark, was
born in Camden, N.J., on January 16, 1970. He has lived in
Camden, N.J. since birth. After graduating from Camden High
School, in June of 1988, he was accepted to Lehigh University.
In 1992, he received a B.A. in Social Relations.
After graduation, Tommy remained at Lehigh University to
continue his education. He will receive an M.A. in Sociology
in October 1994. Tommy was a Teaching Assistant in the
Sociology and Anthropology Department for Introductory
Sociology and Social Psychology from the fall of 1992 to the
spring of 1994.
During his Lehigh career, Tommy played varsity football.
He was named Captain of the defense in 1991, when the team
posted a 9 -2 record. He also received all Patriot League
Honors at Defensive Back in 1991, was named Defensive Player
of the Year for 1991 by Bethlehem's South Side Boosters Club,
received Lehigh University's Beta Theta Pi Cup for Best all
around scholar, athlete, and citizen in the Lehigh Community
in the fields of academics, athletics and community services,
and he received the "Outstanding Student Leadership Award for
Achievement, Community Service and Scholarship" from Lehigh's
Dean of Student's Office.
Tommy also was a Peer Counselor, Bethlehem Community Big
Brother, and a member of Lehigh University's chapter of Fel-
lowship of Christian Athletes.
73

